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Abstract  29 
Many Faculties of Education across Australia employ a model of internship for final 30 
semester pre-service teacher education students to help them make a smooth transition 31 
into the teaching profession.  While there has been a growing body of research that has 32 
explored pre-service teachers’ experiences of their practicum, including the internship 33 
which is the final professional experience within a course of study, very little work has 34 
considered micropolitics as a lens to interpret interns’ relationships with their school 35 
supervisors / mentors. This paper uses a micropolitical framework to interpret 36 
 2 
reflective reports written by 145 Bachelor of Education (primary) interns who recorded 37 
their perceptions of this professional learning experience within the context of a 38 
relationship with their school-based mentors.  Several key themes are identified that 39 
highlighted interns’ reports of a range of micropolitical strategies at play. The paper 40 
concludes by raising a number of implications for universities and schools regarding 41 
how better to facilitate interns’ transition into the profession.  42 
  43 
Introduction: The Internship 44 
 45 
Many professions use internships as a way of inducting or socialising novices into 46 
particular careers. Education, as a profession, is no different.  Internships tend to differ 47 
depending on the profession, context and culture. Even within the same profession, 48 
internships have different meanings. For example, internships in the United States of 49 
America refer to mandated teacher induction programmes whereby beginning or first 50 
year teachers are assigned a mentor with whom to work over the course of the program 51 
(Abel, Dillon, Hopkins, McInerney, & O’Brien, 1995; Portner, 2005). In Australia, 52 
however, internships are not the same as induction programs. Internships project the 53 
intern or ‘associate teacher” role with more autonomy and responsibility than that 54 
practised in other field experiences.  Induction programs are reserved for beginning 55 
teachers during their first or second year of teaching.   56 
 57 
Since the early 1990s, internships were introduced in Australia (Millwater, 1999), the 58 
United Kingdom (McIntyre, 1997) and other countries for teacher education students 59 
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as a way of helping them make the transition into the world of teaching. Even within 60 
Australia, internships operated through Faculties of Education have many different 61 
outcomes and models of operation. Central to the internship within Queensland 62 
University of Technology (QUT), the  institution in which this study is set,  are school-63 
based teacher mentors who play a guiding role in developing interns’ skills, knowledge 64 
and understandings about pedagogy and the profession.  At QUT, the mentor’s role is 65 
that the interns share the mentors’ work in a 50% ratio so that interns appreciate the 66 
realities of being a teacher in the domains of a school, classroom, community and 67 
profession. At the very least, mentors guide and collaborate in applying theoretical 68 
knowledge, developing effective instructional strategies, meeting individual student’s 69 
needs, incorporating changing curriculum frameworks, developing high stakes 70 
assessment, integrating emerging technology, and remaining sensitive to community 71 
and societal issues. These experiences prepare interns for one of the most challenging 72 
transitions faced by teachers in their entire professional careers. Feiman-Nemser 73 
(1996)) puts it thus: “help novices learn new pedagogies and socialis[e] them to new 74 
professional norms” (p. 1).   75 
 76 
In contrast to the shorter-term nature of field experience studies, two key features of 77 
the internship that have been embraced by this Education faculty are (i) that pre-78 
service teachers would be active and self-directed learners; and (ii) the role of the 79 
mentor would be one of collaboration and counselling rather than coaching and 80 
assessing (Millwater & Ehrich, 2008.)   81 
 82 
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The internship at QUT occurs after completion of all academic studies and a minimum 83 
of the required days of supervised professional experiences have been successfully 84 
completed. In other words, students who have not shown themselves to be competent 85 
do not proceed to the internship; rather they complete a further supervised practicum. 86 
In most cases, students complete the internship at the same school in which they 87 
completed their final supervised practicum. The assumption is that students would 88 
have developed a reasonably good relationship with their mentor teacher and the 89 
mentor teacher would have confidence in them to engage in a 50-50 teaching 90 
partnership.  The key outcomes of the internship offer the interns opportunities to 91 
experience elevated levels of interdependence/ autonomy wherein they continue the 92 
development of their 'teacher identity' by taking full responsibility for a class. The 93 
interns’ outcomes are projected through working with the teacher mentor through 94 
professional practice, working on special projects and working through self-95 
improvement cycles for their own learning.  These occur while the interns are in a 96 
supported environment without having the extreme pressures of a full-time teaching 97 
load.  The internship as a mentored teaching experience is based on a different 98 
relationship between the preservice teachers and the supervising teachers of the 99 
preceding field study experiences. It connotes a shift in power, one that moves right 100 
away from the mentor as being an ‘expert’ to one which envisages the mentor and 101 
interns as colleagues who work with and learn from each other.  This can also occur 102 
during  supervised practicums . 103 
 104 
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Because of the importance of mentoring as the process of supporting professional 105 
learning within the internship, the next section considers some of the extant literature 106 
on mentoring and following that is an argument for the application of a micropolitical 107 
framework for interpreting the interns’ reports.   108 
 109 
Mentoring  110 
 111 
The traditional definition of a mentor is a person who has more experience than the 112 
mentee or protégé with whom he or she guides and develops (Ehrich & Hansford, 113 
1999).  This particular view of mentoring is hierarchical in nature since it maintains 114 
that learning flows one-way from the mentor to the mentee and the relationship is 115 
based on an unequal power relation.  In some ways, this perspective is consistent with 116 
the clinical supervision model with its notions of hierarchy and demarcation between 117 
expert and novice.  In contrast to this type of mentoring, Clutterbuck (2004) refers to 118 
‘developmental mentoring’ that is egalitarian in nature and has at its focus learning and 119 
growth for both parties who benefit by the experience and power sharing.  120 
 121 
 Clutterbuck's (2004) preference is for a type of mentoring where the mentee has 122 
choice about the setting, the agenda and where he or she directs and manages the 123 
relationship (i.e. the mentee is in control).  This is seen to be preferable to appointing a 124 
mentor who comes to the relationship with a pre-determined agenda, determines the 125 
processes of the relationship and provides only one-way information (i.e. the mentor is 126 
in control).  Following Clutterbuck's (2004) thesis, then, if the power relationship 127 
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within a mentoring dyad is shared then interns as mentees would most likely be 128 
empowered and open to reconstructing practice through the task of reframing their 129 
own teacher identity. This has been especially noted in student and beginning teachers’ 130 
accounts of their experiences (Podson & Denmark, 2000). While interns (and other 131 
pre-service) teachers are not usually afforded choices regarding the mentor teacher 132 
with whom they would like to work, as such matters are left with university placement 133 
officers and schools’ availability, we would argue that the internship does offer 134 
opportunities for genuine power sharing between mentor teachers and interns.. For this 135 
type of power sharing and collaboration to be present, both mutual respect and trust 136 
between the mentor and the intern are needed. 137 
In projecting collaboration as the heart of the mentoring dyad, the relationship within 138 
dyads (mentors and interns) would suggest the fostering of professional growth and of 139 
learning together as a natural offspring. From this perspective, mentoring is regarded 140 
as a professional learning strategy that aligns with the “process of dialogic     141 
(transactional) learning” (Carter & Francis, 2001, p. 250).  142 
 143 
To maintain equality, interns would need to have a "voice", just as mentor teachers do, 144 
to create "empowerment" through expression of their feelings and dialoguing their 145 
personal theories (Gitlin & Price. 1992). Within mentoring, there is therefore a critical 146 
place for “cogenerative dialogue” (Tobin, 2006). In defining cogenerative dialogues as 147 
"conversations among participants about shared experiences", Tobin (2006, p. 123), 148 
notes that, to prevent one voice from being more privileged over another, new roles 149 
and new structures for roles must be created within this type of relationship or the 150 
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differences in power can distort the focus of dialogue and the nature of agreements 151 
reached. The dialogues within internships therefore must be fostered within an agreed 152 
power base. This point fits with Lasley, Matczynski and Williams (1992) who believed 153 
that, in collaborative partnerships, vested interests must be sublimated to the broader 154 
purposes of the partnership. In internship, the critical purpose would be the 155 
enhancement of intern/mentor  learning. Therefore, collaborative dyads require an 156 
investment of time, energy and emotion by both partners in order to transcend special 157 
interests and traditional, hierarchical micro-political power bases held by either in the 158 
partnership, in favour of egalitarian decisions and equitable participation.  159 
 160 
Yet, in practice, it is not unusual to read studies (see Kane & Campbell, 1993; 161 
Haggarty, 1995; Hodkinson & Hodkinson, 1997) where mentors are overtly 162 
hypercritical of interns, out of touch or defensive. These attitudinal behaviours work 163 
against developing a relationship (Hansford, Ehrich & Tennent, 2004) characterised by 164 
any sense of mutuality or collaboration. We concur (See Millwater & Ehrich, 2008) 165 
with Awaya, McEwan, Heyler, Linsky and Wakukawal (2003) who claim that 166 
internship may not necessarily look like developmental mentoring; rather some 167 
relationships may be more akin to clinical supervisory arrangements or may even be 168 
marred by poor supervision or mentoring.  169 
  170 
Writers in the field have researched to show how mentoring as a generic pedagogic 171 
capacity can scaffold learning in many spheres – in schools (Carr, Herman, & Harris 172 
2005; Fletcher, 2000); for teachers (Cox, 2004; Hurst & Reading, 2002); for pre-173 
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service teachers (Millwater & Ehrich, 2008: Millwater & Yarrow, 1997), for beginner 174 
and first year teachers (Podson & Denmark, 2000) and within specific disciplines 175 
(Hudson, 2004). The research and writing in the field suggests that mentors, whether 176 
they are appointed mentors, buddy mentors or peer mentors, must build and maintain a 177 
relationship with the purpose of creating a psychological climate of trust and respect 178 
(Zhao & Reed in Kochan & Pascarelli, 2003.) This leads to the intuitive acceptance of 179 
modelled attitudes and practices, ways of being, and enhancing sharing and honest 180 
reflection on experiences (Fletcher, 2002; Podson & Denmark, 2000). Questions, 181 
responses and interactive feedback must be carefully framed to keep the respect high 182 
within this relationship and even develop inspirational and creative learning responses 183 
(Cox, 2004). From Cox, it appears that without rapport there is likely to be no 184 
connection to each person within the dyad, and transformation rarely occurs. These 185 
relational concerns are ones central to the study of micropolitics. 186 
 187 
Micropolitics and mentoring 188 
 189 
Sschools as organisations are political entities (Hoyle, 1986). Indeed politics in schools 190 
is a dynamic, operating in classrooms, in staffrooms, with colleagues, parents and 191 
children. Micropolitics, as a field of research, puts power at the centre of its analysis. It 192 
is concerned with how personnel in schools and other settings use a variety of 193 
strategies to influence others and achieve goals (Blase & Anderson, 1995). According 194 
to Blase (1991) micropolitical strategies include “power over” strategies such as 195 
coercion and cooption, and empowering strategies, referred to as “power with”, that 196 
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are based in cooperation, collaboration, coalition and collegiality. Furthermore there 197 
are “power through” strategies that fall somewhere between these two. According to 198 
Blase and Anderson (1995), “power through” strategies tend to be facilitative and 199 
transactional in nature and involve negotiation.  The three broad categories provide a 200 
useful way of understanding micropolitics.  We concur with the ideas of Kelchtermans 201 
and Ballet (2002a) who maintain that ‘a simple inventory or list, summing up all 202 
micropolitical strategies is not relevant, and probably not even possible, because any 203 
action can become micropolitically meaningful in a particular context’ (p. 117). Hence, 204 
in this study, we have been influenced by the micropolitical theoretical framework of 205 
power over, with and through, following Blase and Anderson’s lead since we believe 206 
that micropolitical strategies can be  understood via these three categories..  207 
 208 
To date, much of the micropolitical research has focused on school leadership (Ball, 209 
1987), relationships between heads and teachers (Bishop & Mulford, 1999; Blase 210 
1990; Marshall, 1991), heads and deputy heads (Hughes & James, 1999), members of 211 
senior management teams in schools (Wallace & Huckman, 1999); teachers and 212 
students (Blase, 1991), and teachers and other school personnel (Blase, 1988). 213 
Common to these studies are discussions of interpersonal relationships; use and abuse 214 
of power; authority; trust and openness; collaboration and cooption. However, it 215 
appears that there is little literature and research available on the micropolitics of 216 
mentoring dyads, limited research on the micropolitics of instructional supervision 217 
(Blase & Blase, 2002), initial teacher education (Hodkinson & Hodkinson, 1997) and 218 
limited writing that acknowledges the place of power in mentoring relationships (see 219 
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Clawson & Kram, 1984; Elmes & Smith, 2006). In the absence of writing and research 220 
in the field of micropolitics and the internship, some of the related literature is now 221 
considered.  222 
 223 
Blase and Blase (2002) argue that instructional supervision is a field of study that 224 
would do well to be understood in the light of micropolitical literature. They cite the 225 
work of Barott and Raybould (1998) and Galvin (1998) who maintained that the 226 
theoretical literature on supervision underscores collaboration as the prevailing 227 
approach. Yet, they argue, that such an approach is idealistic since it does not 228 
recognise the downside of supervision - the conflicts, the costs and other difficulties 229 
associated with use or misuse of power. No research reviewed by Blase and Blase 230 
(2002) refers to interns and mentors; much of it refers to the supervisory role of the 231 
Principal and his or her influence on teachers' practices, behaviours and attitudes. 232 
 233 
Two relevant studies have focused on beginning teachers and micropolitics.  A study 234 
by Kelchtermans and Ballet (2002a) explored the socialisation experiences of 14 235 
beginning teachers in Belgium in relation to their interactions with different members 236 
in the school. To assist them undertake this they used a previously developed 237 
framework to interpret the teachers’ micropolitical reality.  This framework comprises 238 
several dimensions of beginning teachers’ ‘professional interests’ and these included 239 
self interests, material interests, organisational interests, cultural-ideological interests 240 
and social professional interest. Self interests are said to include issues to do with self-241 
affirmation and how teachers develop confidence and receive support. Material 242 
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interests refer to the availability of materials such as resources, including time, and 243 
planning teaching. Organisation interests include roles or formal tasks and the interest 244 
of dealing with job opportunities. Cultural-ideological interests refer to the values and 245 
norms that are viewed as legitimate about ‘good teaching’.  Social professional 246 
interests refer to the quality of the relationships between the beginning teachers and 247 
others in the school. Of these dimensions, ‘social professional interests’ are of 248 
particular interest to us in this paper because of our focus on the particular types of 249 
micropolitical dimensions reported by interns in the relationship between interns and 250 
mentors. 251 
The second research study (Curry, Jaxon, Russell, Callahan, & Bicais, 2008) examined 252 
the way beginning teachers made sense of working within their micropolitical 253 
contexts. Over bi-weekly inquiry meetings, five teachers who had previously identified 254 
a teaching topic that had a ”micropolitical permutation” (p.663) became part of this 255 
study that explored their awareness and ‘micropolitical literacy’.  A key finding of the 256 
study was that cultural ideological interests (following the work of Kelchtermans & 257 
Ballet, 2002a) were dominant in teachers’ inquiry.  Here the teachers pursued 258 
alternative visions of teaching or schooling rather than complying with dominant 259 
values of the school. Given that little if any empirical work has examined the 260 
micropolitical strategies used by interns as teachers, and that much of the 261 
micropolitical research has focused on conflict rather than consensus strategies 262 
(Mawhinny, 1999), we maintain that our study makes an important contribution to this 263 
area.  Hence, our study aims to use a micropolitical lens to interpret reports written by 264 
interns to identify the strategies that could be construed as both consensual and 265 
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conflictual and those that fall within the “power with”, “power through” and “power 266 
over” domains.   267 
 268 
Methodology 269 
Our primary source data were 145 de-identified reflective reports written by the 2008 270 
final Bachelor of Education (primary) cohort on completion of the internship. Students 271 
were asked to write a 1000 word report about the professional learning experiences in 272 
which they engaged with their mentor teacher. In particular, they were asked to 273 
comment on their knowledge and capacity to teach; whether they were able to work 274 
autonomously and interdependently; their growth in their ability to reflect critically on 275 
their teaching; and the degree to which they were able to initiate professional 276 
development within the context of the mentoring process. In keeping with the 277 
guidelines for the internship as part of students’ program, these reports were read by 278 
their mentor teacher and by their university lecturer (i.e. one of the authors of this 279 
paper).  280 
Data analysis was undertaken following the work of Glaser and Strauss (1967) and 281 
Strauss and Corbin (1998) whichinvolves the initial identification of a number of 282 
themes and comparing those themes with other themes in order to arrive at a number of  283 
holistic, meaningful units. In essence, the themes we were able to finally arrive at were 284 
defined by similarities and differences, then re-sorted and given more precise 285 
conceptual labels.  286 
Findings and Discussion 287 
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Five key themes emerged from the data analysis and these included (i) the 288 
development of a collegial and professional relationship; (ii) development of trust; (iii) 289 
reciprocal respect and recognition; (iv) balance between direction and autonomy; and 290 
(v) professional leadership. Not surprisingly, the data contained within the reports 291 
provided many examples of micropolitics in the power play (Blase, 1991) between the 292 
mentor and the intern.  The bulk of the reports (over 96%)  displayed that the balance 293 
of power in the professional relationship lay in the ‘power with’ and ‘power through’ 294 
areas. A reason that may help to explain this is that the reports were required to be read 295 
by the mentors and, for this reason, interns may not have written as frankly if this was 296 
not the case.   297 
 298 
Examples of the micropolitical themes displayed how most of the “power” statements 299 
were the result of the direct derivations of the relationship within the dyads. If the 300 
relationship functioned with an inclusive and democratic base to the power wielded by 301 
the mentor then the data revealed a high degree of collaboration; a reciprocated amount 302 
of trust and respect and recognition; a balance between direction and autonomy; and 303 
professional leadership.  304 
 305 
The positive experiences were classified and the abbreviations affixed (e.g., the 306 
“power with” (PW) and “power through” (PT) examples. “Power over” (PO) 307 
illustrations were generally negative and illustrated the source of negative reactions 308 
from the interns.  309 
 310 
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Development of a collegial and professional relationship.  311 
In most cases the partners within the dyads collaborated very well so that the PO and 312 
PW examples proliferated. Through the data, mentors were reported as willing to view 313 
the intern as a professional or colleague and their mode of working was transactional 314 
in nature (Blase & Anderson, 1995). A parallel can be noted with the Kelchtermans 315 
and Ballet  (2002a) dimension of social professional interests which refer to the quality 316 
of the relationships between the beginning teachers and others in the school. It also 317 
becomes apparent that there are many directives that go by the wayside within a 318 
collaborative relationship: the mentor and intern need to assume a relationship based 319 
on acknowledgement, sharing, feedback and reviewing of all work completed together. 320 
One of the most valuable understandings about colleagueship in a mentoring 321 
relationship builds on the premise that if rapport occurs then there is a direct conduit of 322 
learning and understanding between mentor and intern (Cox, 2004).  Cox reminds us 323 
that the need for each person within the dyad to connect will be fostered within such 324 
rapport, and transformation can occur. These relationship concerns are ones central to 325 
the study of micropolitics in this context.  326 
 327 
In the following example it is evident that to empower the interns within the mentor / 328 
intern relationship, collaborative partners should decide what will be taught and in 329 
what proportion and is an expression that working with and through a mentor is more 330 
empowering that to be given sole responsibility too soon. It is both conceptual and 331 
pragmatic that a gradual process of power re-distribution, in amounts proportional to 332 
the interns’ ability to handle it, is maintained. 333 
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 334 
My mentor invited me to work with the teaching team on this grade level and 335 
helped me to select an area, which could be contribution within the team. This 336 
was great for sharing with others as well as I do not feel like I am coping all by 337 
myself. PT 338 
 339 
Clutterbuck (2004) queries the amount of colleagueship through asking the questions - 340 
‘Who controls the relationship?’ and whether this indicates “Who has the power?” If 341 
the mentor or mentee asks these questions of themselves then the model of power 342 
should indicate where the balance of operation lies. It is expected that within a dyad 343 
that is operating in a democratic way that both partners will be trying to maintain a 344 
balance of power. Too much separation of work content and sole ownership of how 345 
this is distributed indicates more of a model of supervision being used rather than one 346 
of developmental mentoring.  347 
 348 
The amount of collaboration was very small as my mentor teacher divided up 349 
the curriculum and said that I could work on the ones I chose. Being fully 350 
responsible for those areas was good although I wished I had worked more 351 
with her than by myself. PO 352 
 353 
After working with this mentor I will always plan to collaborate with other 354 
teachers- you learn so much! And they are so helpful especially about telling 355 
you where to find the resources in the school. PW 356 
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The illustrations above relate to the social professional dimensions that Kelchtermans 357 
and Ballet revealed in their 2002a study on beginning teachers. We have found that 358 
interns wake up to the micro-political realities that negotiating a place of their own in 359 
the structure of schools depends on the level of collegiality of the mentor. The 360 
instances above also show how teaching with a mentor within an internship can lessen 361 
the isolation for the transition to beginning teaching (Hansford et al., 2004) and that 362 
collaboration with  peers makes interns more secure in sharing and  encouraged in 363 
working with others. Sharing is different from the exclusive view of the mentor below 364 
who disenfranchised her intern of any valued position. 365 
 366 
I get on well with her [the mentor] but she does not regard me as a colleague 367 
as I hear her discussing the students in .our class with other teachers, but she 368 
does not share these conversations with me...PO 369 
 370 
Development of trust.  371 
In investigating trust as a component of the climate of micropolitics we found that 372 
Mayer, Davis, and Schoorman (1995) and Webber and Klimoski (2004) have 373 
identified several factors of trustworthiness: ability/competence, benevolence/concern, 374 
openness, and integrity/reliability that mentors can exhibit. The most commonly 375 
mentioned interpretation of trust in the interns’ statements have been noted by Mayer 376 
et al. who says that trust involves “the willingness of a party to be vulnerable to the 377 
actions of another party based on the expectation that the other will perform a 378 
particular action important to the trustor, irrespective of the ability to monitor or 379 
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control that other party…” (1995, p. 712). In applying this meaning, trust emerged 380 
through the PW and PT relationships. 381 
 382 
Planning the work for the internship was much better than in a supervised 383 
prac. My mentor teacher advised me what I could teach and then reviewed it 384 
before I did it to give me tips on how the children would respond. If the lesson 385 
did not work, I would then do it again another way with her advice. PT 386 
  387 
The interns recognised that mentors trusted them in two ways.  Firstly, if the mentors 388 
were openly supportive of interns in a psychosocial way- that is they provided 389 
acceptance and friendship, and confirmed the interns’ behaviour then that showed trust 390 
in action. Secondly, if the mentors learned from their internsand extended their own 391 
professional learning, the interns regarded this as trust in their burgeoning expertise. 392 
The mentors who did not listen to their learning needs were discerned by the interns as 393 
almost saying directly to them- your uniformed opinion does not add to this teaching 394 
partnership. Mentors have to be assured that they are not abrogating their instructional 395 
responsibilities if they give the power to lead the learners to the interns, as the interns 396 
need to appreciate that responsibility. The mentor who clearly sets out to offset any 397 
disadvantage to the intern displays trust and support. 398 
 399 
On a personal level my mentor teacher was a marvellous support when I got really 400 
sick at the end of the first week. She looked after me at the school and drove me home. 401 
She was also supportive when I returned the next week. PT   402 
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 403 
Although my mentor and I worked well together she made all decisions re – what we 404 
taught and how we taught. I felt that she did not trust my judgement. I am looking 405 
forward to real teaching where I can decide for myself. PO  406 
 407 
Many mentors were able to indicate clearly to the interns how much they trusted their 408 
professional judgment and pedagogic effectiveness: others made it very clear that the 409 
intern was not yet trusted as a fully-fledged “teacher”.  Yet the second quote above is 410 
ambiguous; it is not known whether the mentor teacher saw the intern as not ready yet 411 
or whether the mentor teacher was unwilling to allow the intern to exercise any 412 
decision making based on the mentor teachers desire to hold power.   413 
 414 
Reciprocal respect and recognition. 415 
 This dimension of micropolitical activity emerged from the reports regarding mentors 416 
who were prepared (or not) to recognise the ideas of an intern and allow these ideas to 417 
be actualised in the classroom. Within mentoring, the reported comments of the lack of 418 
or prevalence of professional conversation within the dyads placed cogenerative 419 
dialogue (Tobin, 2006) at the core of scaffolding respect and recognition. The sharing 420 
of experiences in such conversations evidently raised the interns’status to a 421 
professional one and helped them to feel that they have some power through this 422 
channel. This connects to Tobin’s thesis that cogenerative dialogues are built on 423 
conversations among participants about shared experiences, and that an empowering 424 
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ambiance is created by dispelling any privilege of status originating from the mentor; 425 
thus negotiation is more likely to occur. more likely occurred.  426 
 427 
My mentor asked me to work with a small group of children to raise their literacy 428 
levels. When I used some drama and dance activities with them to heighten their 429 
awareness of sequencing stories he said they were so good I should explain more 430 
about them so he could use them himself…so I did (PW)    431 
 432 
My mentor asked me what my specialist areas of interest were and when I said – 433 
Maths/ Science – she gave me free choice as to what I wished to plan as long as it met 434 
her expectations. PT 435 
 436 
 Mentors expect and demand respect and recognition of their abilities and this is 437 
understandable given their specialist skills, knowledge, and years of experience. At the 438 
same time,  interns indicated  that they should be able to advertise their abilities and 439 
their goals just as fulltime teachers do. Mentors who did not actively listen (Zhao & 440 
Reed in Kochan & Pascarelli, 2003) or respond to the voices of the interns (Gitlin & 441 
Price, 1992) generated the perception that they exerted too much power over the intern. 442 
 443 
Balance between direction and autonomy.  444 
Many examples extracted from the data set indicated that often the PO and PT referred 445 
to mentors who played key roles in directing the relationship, setting the agenda and 446 
making major decisions resulting in space for the intern to be autonomous and 447 
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experimental.   As Clutterbuck (2004) maintained, mentors should be aware of how 448 
much they direct or non-direct the mentoring relationship (i.e. using PO or PW 449 
strategies). The example below highlights the link to material interests that 450 
Kelchtermans and Ballet (2002a) identify as being necessary to a professional who 451 
needs to be interdependent but self-directive. 452 
 453 
I was very well supported during the internship in all that I did. I could rely on the 454 
mentor to discuss my plans and the children’s abilities and to help me find school 455 
resources. PW 456 
When partnerships or relationships centred on interns’ learning then mentors can still 457 
make decisions but the input of the learner is very important. To transfer decision-458 
making too quickly is an ethical violation of legitimate responsibility, but an ethical 459 
transfer of power between the mentor and the mentee (Clutterbuck, 2004) relates to 460 
giving the interns input and making recommendations. Clutterbuck argued that a set of 461 
ethical guidelines or a code of practice for mentors should be provided. The guidelines 462 
identified by Clutterbuck provided important expectations regarding the conduct of 463 
both parties and some parameters regarding the relationship. These implied that there 464 
are differences in the ways in which the mentors can exercise their power here. Letting 465 
mentees make the decisions in one or two areas is not the same as giving them 466 
direction over a whole range of issues. Intern decisions can be constrained by merely 467 
limiting their scope, which will not disempower their abilities to feel ownership over 468 
their actions. This still maintains a balance between direction and autonomy and builds 469 
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interdependence and allows opportunities for the intern to take the lead and to be 470 
autonomous. 471 
   472 
The mentor asked me to set up a certain environment in the corner of the room for 473 
maths and then critiqued it so that it was suitable. I appreciated her telling those 474 
things that improve my work. PT 475 
 476 
On the other hand, an indelicate wielding of power instantly destroys empowerment: 477 
 478 
During the internship I had a lot of trouble with some of the children, but my mentor 479 
thought it was best that I found out by myself how to handle them. If they were really 480 
out of control she would tell them to behave and then leave me to it. I did not always 481 
feel this helped me at all as the students realised that I was not in charge. PO 482 
 483 
The teacher explained that as the children were used to her way of working we would 484 
have to work her way instead of taking on some of the new learning centres that I had 485 
asked to set up. PO 486 
 487 
Professional leadership 488 
Professional leadership emerged as a theme within micropolitical climate of 489 
internships as it was defined by the different types of learning that the interns were 490 
expecting during this final professional experience. Interns are expected to venture out 491 
into more “professional” activities rather than stay within the pedagogic and 492 
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curriculum-based issues of the classroom. If the teacher mentor was an effective 493 
leader, then the intern had a powerful model to whom to relate. Interns referred to a 494 
range of professional experiences afforded by the mentor teacher.  Thus, the intern’s 495 
identity formation was projected from the old ‘student teacher’ image of follow the 496 
leader to the  ‘professional colleague’ image of leadership.Two illustrations are below: 497 
 498 
The teacher took me along to the P& C meeting to support her new ideas on 499 
“homework”. I was worried about this but it was a real learning experience. PW 500 
 501 
My mentor was amazing. How could I have learnt about this rural community, what 502 
goes on and how to develop such good relationships with the parent if I didn’t have 503 
such an experienced person to work with. PT 504 
 505 
Sometimes the mentor did not realise the importance of extending the professional 506 
boundaries: 507 
 508 
The Principal asked me to attend the staff meetings but my mentor advised me not to 509 
go as I was not yet a teacher. PO 510 
 511 
The foregoing discussion illustrated a small number of micropolitical issues that 512 
interns identified regarding their internship experience. Each of these had the effect of 513 
limiting or enabling their voice, decision-making and the possibility of co-generative 514 
dialogue (Tobin, 2006). Tobin emphasises that mentors should also understand that 515 
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language that relates to power and control should be relinquished for language that 516 
invites compromise and inclusion. It is also noteworthy that when interns commented 517 
on being given the power to make decisions they do not misuse it but depended on 518 
feedback, reinforcement or affirmation. 519 
 520 
In summary of the themes, it became evident which experiences were powerful in 521 
terms of learning  and how the interns  thought that this happened most positively 522 
when the mentors sanctioned their actions (PW, PT) or most negatively when the 523 
mentors were being too directive (PO). It was also exemplified that interns  involved in 524 
professional conversations and learning are given the space to voice their ideas.  525 
The final part of the paper considers some of the implications of micropolitical issues 526 
for mentors, interns and universities. 527 
 528 
Implications and Conclusion 529 
 530 
This paper has underscored the point that micropolitics is a relevant theoretical 531 
framework for understanding the power relationships between interns and mentor 532 
teachers. Our illustrations have highlighted the subtleties at play.  Furthermore, several 533 
important practical implications arise from the aforementioned discussion regarding 534 
the micropolitics of internship. Following Clutterbuck's (2004) ideas, for mentors, it 535 
becomes obvious that they need to be conscious of the extent to which they are 536 
directing or non-directing the mentoring relationship (i.e. using PO or PW strategies); 537 
and secondly, they need to realise that the more didactic they are, the less empowering 538 
 24 
it will be for  interns. It is evident, however, that there may be occasions when both 539 
positions are necessary. While we favour a more empowering and democratic co-540 
learning relationship between mentors and interns, it is likely there may be times when 541 
a more directive approach is needed. Devos (2004) makes this point well when she 542 
refers to a female mentee who moved between two subject positions. She says:  543 
 544 
[m]entoring is a site where we act upon ourselves and invite and allow another 545 
to act upon us. It is a site of intersection of techniques of the self and of control 546 
by others, a site of governmentality. It is a site where we assume 547 
simultaneously subject positions of she who is in control and career oriented, 548 
and she who is to be taken in hand and who may be needy at times (p.78). 549 
 550 
This accentuates the point that mentoring is a reciprocal and dynamic power based 551 
relationship between a mentor and a mentee that requires careful negotiation. 552 
 553 
 For interns and universities that have internships, we believe that there are three key 554 
implications emerging from this paper. Firstly, university programs need to equip 555 
interns and pre-service teachers with an understanding of micropolitical knowledge, 556 
strategies and skills (Blase & Blase, 2002) so they feel more confident to negotiate and 557 
discuss important issues with their school based mentors. As interns are certainly 558 
aware of the power and influence mentors can exert, then teacher education should 559 
include addressing the tenets of micropolitical literacy.Kelchtermans and Ballet 560 
(2002b) define micropolitical literacy a ‘political learning process’ (p.755) that 561 
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involves the ability “to acknowledge (“see”), interpret and understand” (p.765) a 562 
micropolitical situation. Both case studies from the research literature and critical 563 
incidents that interns share about their teaching experiences could form part of 564 
powerful conversations with them before and after they undertake their internship. 565 
  566 
Secondly, university courses both short-term and longer term degree programs should 567 
provide opportunities for school-based mentors to broaden their understandings of 568 
micropolitics so they can contribute to making their schools and classrooms more 569 
positive micropolitical sites. Achinstein (2006) claims that mentors do not always 570 
come to their positions armed with micropolitical understandings and, for this reason, 571 
and they are unlikely to provide novices with the requisite knowledge they need to 572 
operate effectively in the politics of school life.  Thus becoming micropolitically 573 
literate would be beneficial to themselves and the interns and other novices with whom 574 
they work.  Kelchtermans and Ballet (2002b) maintain that micropolitical literacy 575 
needs to be part of all teachers’ professional development: not only those at the 576 
beginning of their teaching career but also teachers at different stages in their 577 
development.  Finally, university personnel would do well to disseminate the 578 
importance of micropolitics in school life within practitioner-oriented journals and at 579 
practitioner based conferences. 580 
  581 
 582 
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